particular importance for low in-
come, college-bound students. Re-
sults of this study suggest that part-
nership has not been fully realized.
Parents in this study regarded col-
lege advising as an important com-
ponent in judging school
counselors’ effectiveness. Yet, in a
substantial minority of these fami-
lies. parents did not seek (or encour-
age their children to seek) college
advising from school counselors.
Those who did generally held a low
opinion of the useluiness and qual-
ity of the advisement their children
received.
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E

A Career Guidance

‘Model for Adolescents

With Learning Disabilities

Ernest F. Biller
Ellen E. Horn

Approaches often used in school-
based career guidance programs for
handicapped and nonhandicapped
populations are described as maich-
ing models in which career counsel-
ors begin by examining existing data
and asking “at what level can this
person besi function and in what
[occupational] field will he or she be
most likely to find satisfaction?”
(Super. 1983. p. 555). In the early
history of career guidance practices,
a student’s vocational aptitudes
were the first criterion for career
matching, followed later by assess-
ment of interests and values (Herr &
Cramer, 1988). Thus, these early oc-
cupational matching models took
into account both the level of occu-
pational entry and the field, and in-
corporated varying combinations of
subjective or objective data on abil-
ities, interests, and values of the cli-

“ent (Brown & Srebalus, 1988). in

this traditional career-matching ap-
proach, the counselor assembles
whatever data he or she has on file
and has an initial meeting with the
student. I[-the major concern is
making a caréer choice, the Len-
dency of the counselor is to think of
additional data that rnay be needed,
such as what the student's career

aptitudes, interests, and vajues are.
This traditional career assessment
approach generally has been de-
scribed, according to Super (1983),
as consisting of four major phases:

Phase 1. The evaluator or coun-
selor previews the data on hand,
which would include assembly of
the data, the intake interview, and a
preliminary assessment.

Phase 2. An in-depth study in
which the evaluator or counselor
obtains test data on vocational
abilitics and interests for matching
the student to an occupation(s) is
conducted.

Phase 3. The evaluator or coun-
selor reviews the data collected and
arrives at tentative interpretations
for making a career prognosis or
prediction.

Phase 4. The final phase includes
the crucial counseling session with
the student or client. Follow-up of
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career recommendations made
would be an extension of this phase.

This traditional four-phase career-
matching model has been widely
practiced over the last several de-
cades; however, since the develop-
mental stage theory of career guid-
ance has come into prominence, the
model has been criticized for making
a number of unwarranted assump-
tions {Brown, 1984). One of those
assumptions, stated Super (1983).
was that “students or adults are all
sufficiently mature vocationally to
have mature and stable traits. It as-
sumes that they are ready to use the
self-knowledge provided by the as-
sessment process in making career
decisions” (p. 557). Vocational ma-
turity or readiness for making ca-
reer decisions (now commonly re-
ferred to as career maturity) refers
to the degree to which a student
makes career plans, explores his or
her environment through participa-
tion in a broad range of school ac-
tivities, acquires career information,
possesses a strategy for making de-
cisions, and uses these preceding
competencies in a realistic manner
when applying them to making
career-related decisions,

CAREER MATURITY AND
THE LEARNING DISABLED
STUDENT

Counselors know that for adoies-
cents and young adults, these ca-
reer readiness competencies are
more salient to some clients than to
others and, therefore, are mani-
fested in different degrees (Hemr &
Cramer, 1988). For example, it has
been shown that many adolescents
with learning disabilities (LD) lack
planning ability (Ross, 1976; Tor-

gesen, 1977), are the least likely to
participate in school activities
{Alley, Deshler, Clark, Schumaker,
& Warner, 1983}, and have difficulty
in acquiring information (Cordoni,
1981). Moreover, studies that have
used test instruments designed to
directly assess one’s degree of career
maturity, such as the Career Matu-
rityy Inventory (CMI: Crites, 1978)
and the Career Development Inven-
tory (CDI; Super et al., 1979), indi-
cate that LD students are often less
mature than many of their non-
handicapped peers (Biller, 1988;
Bingham. 1978, 1980: Kendall,
1981). Regarding the career readi-
ness of students with learning dis-
abilities, such findings would cer-
tainly support the need for
developmentally based competen-
cies in a career guidance practice
that serves special populations
such as LD students.

More recently, Super (1983) has
developed a career assessment
model that not only encompasses
the aforementioned traditional four-
phase assessment approach but
also addresses the need to assess
career readiness competencies. Also
noted in the model is a method for
assessing the degree of importance
(salience} the student possesses for
each life role, including the work or
career life role. It is posited here that
individuals who have little value for
the work role are not likely to fully
participate in the assessment pro-
cess and are thereby less likely to
benefit from it.

PHASE 1: INFORMATION AND
ASSESSMENT -

In Phase 1 of Super’s (1983} Career
Development Assessment Model
(CDAM), the counselor is responsi-
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ble for gathering existing relevant
quantitative and qualitative data.
Objectives for this initial intake in-
terview should include {a) establish-
ment of rapport with the student: (b}
gathering of specific biographical
data pertaining to family. medical,
social, psychological, educationai,
and economic factors; and (c) deter-
mining the student’s current needs
and career goals. At the completion
of this preliminary assessment
phase, the student, parent, and ap-
propriate staff members determine
if and what additional types of ca-
Teer assessment are needed. Inclu-
sion of the student and parents in
this decision-making process is crit-
ical to the success of the assess-
ments, for if the student and parents
have not participated in the develop-
ment of the assessment plan, they
cannot be expected to be fully sup-
portive of its results.

PHASE 2: IN-DEPTH STUDY

Prior to beginning the in-depth
phase of Lhe assessment model, a
departure from traditional career
assessment practice is recom-
mended. It has been suggested by
Super (1983) that the initial point to
be considered concerning more in-
depth testing is not what level of oc-
cupation or what field of work
should be considered for the individ-
ual but rather the individual's
“readiness to assess [his or her] abil-
ities and interests, of readiness to
make self and occupational rmatch-
Ing decisions™ (Super, 1983, p. 559).
This type of readiness differs from
the career readiness in career as-
sessment models, which often de-
notes readiness to function within a
Jjob setting. The theoretical assump-

tions and research results | have
noted in the past (1985a, 1985h)
strongly suggest that many LD ado-
lescents are not ready (career ma-
ture) to cope with career decision-
making tasks required in the
adolescent stage. Super (1983) has
also noted “that to people to whom
work does not seem important, the
attitudes and information that con-
stitute career maturity must seem
irrelevant” (p. 558). Ruling out
socio-economic status and sex as
correlates of one's career maturity,
Super also maintained that for some
people, work and careers do not ap-
pear as a personal reality. Thus, it
seems that readiness for career de-
cision making encompasses more
than the construct of career matu-
rity—adolescents must also be mo-
tivated to want a career. Spreen's
(1988) data on the job-related aspi-
rations of LD young adults suggest
that this motivation is lacking.

Work Importance and Career
Maturity

Phase 2 of the assessment model in-
corporates the constructs of work
importance and career maturity.
Work importance consists of five di-
verse life roles: (a) study, (b) work
and career, (¢} home and family, (d)
community service, and (e} leisure
activities. Each of these roles repre-
sents Super's (1983) developrental
coricept of career. How motivated an
individual is and how efficiently one
marnages the tasks involved in each
role represent the degree of commit-
ment and maturity in and through
the career development life process.
To assess this aspect of career de-
velopment, and as part of the Inter-
national Work Importance Study,
Super & Nevill {1985) have devel-
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oped test criteria designed to assess
the relative importance of each
major life role. The CDI developed by
Super, Thompson, Lindeman.
Jordaan, & Myers (1973} assesses
the readiness (career maturity} of
adolescents for career decision
making.

Attention to dimensions of career
maturity (Super, 1983) has at least
two important implications for en-
hancing the LD adolescent's level of
career maturity. First. the assess-
ment of career maturity dimensions
can provide points of reference {rom
which the desired attitudes and
competencies related to effective ca-
reer growth can be diagnosed, as-
sessed, and enhanced. Second, the
identification of attitudes and com-
petencies within each dimension al-
lows the specification of objectives
for instructional and counseling
projects designed to promote ma-
ture development.

Assessment of these dimensions
of career maturity and their varia-
tions can be accomplished through
the use of several career-maturily
assessmeni devices, such as
Crites's {1978) CMI, Westbrook's
(1973) Cognitive Vocational Matirity
Inventory, and Super et al.’s (1979}
CDI. Career-maturity assessment
inventories primarily are measures
of individual career development.
The CDI is the model most consis-
tent with the theoretical framework
of Super’s (1983) CDAM.

The current version of the CDI is
based on longitudinal research
begun in 1851 that documented the
lack of career decision readiness of
students in the 9th through 12th
grades {Thompson, Lindeman.
Super, Jordaan, & Myers, 1984).

Originated from a pool of 20 mea-
sures or indices considered repre-

sentative of the vocational maturity
construct, five indices of maturity
were considered especially pertinent
for Grades 9-12: [(a) concern with
choice, [b) acceptance of responsi-
bility for choice and planning, (c)
specificity of information about the
preferred occupations. (d) specificity
and extent of planning, and (e) use
of resources in crientation (Super et
al., 1984). The CDI consists of two
attitudinal scales, three cognitive
scales, and combinations of the five
previously mentioned scales, which
give information about various di-
mensions of career maturity.

CDi Testing Limitations With LD
Students

Because the CDI has a reading vo-
cabulary at an approximately 10th-
grade level. it may not be usable
with some LD students. One adap-
tive alternalive would be to select
words from the CDI and include
them in regular vocabulary instruc-
tion.. Furthermore. the CDI was not
normed on an LD population, and
therefore inlerpretations and gener-
alizations must be made cautiously.
However, in al least one study
{(Brown, 1982}, the CDI attitude di-
mensions were shown to have ade-
quate coefficients of reliability for LD
populations. Other adaptations of
the CDI for LD students could in-
clude reading the test to the stu-
dents, as well as allowing them to
read along with the proctor. In the
Career Planning and Career Explo-
ration sections where the student
must remember one major question
and make several responses based
on that question, the primary ques-
tion could be written on the board to
eliminate taxing a possibly weak
memory ability.
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Career Maturity and Other Life
Roles

Another area of career maturity is
“other life roles.” As part of the de-
velopmental perspective of the
CDAM, Super posited that it is im-
portant for adolescents to see them-
selves as individuals coping with the
specific developmental tasks of the
life stage they are experiencing. In
contrast to traditional career educa-
tion programs. which primarily de-
fine awareness as knowing about
selfand occupations. Super's type of
awareness or recognition of need en-
compasses the need to be concerned
about not only career planning and
exploration but also the need to rec-
ognize the implications of one’s cur-
rent or future life role. This readi-
ness to deal with all life roles (as
spouse, work associate, or citizen) in
the developmental approach can be
considered a dimension of career
maturity.

Realism: The Finai Determinant
of Career Maturity

While realism, due to its complexity,
is not a measurable construct in the
CDiI assessment. it is important to
review its basic definition. Explain-
ing realism in the perspective of ca-
reer readiness, Super (1983) offered
the following definition of career re-
alism: "It consists of self-knowledge,
realism in self and situational as-
sessment, consistency of career-role
preferences, crystallization of self-
concepts and of career goals, and of
stabilization in major life roles such
as those of worker, homemaker, cit-
izen, and leisurite” (p. 558). As such,
Super conchuded that realism repre-
seénts a combination of all the pre-
viously listed dimensions of adoles-
cent career maturity.

Assessing Abiiitiés, Interests,
and Potential Functioning

Career guidance activities primarily

have relied on a limited sample of

student behavior {or the purpose of -
making predictions about an in-
dividual's career potential. Unfortu-
nately, the emphasis of using ca-
reer-guidance lesting instruments
primarily has been directed toward
identification of the static student's
characteristics rather than toward a
better understanding of their inter-
action between student behavior
and environmental conditions.
However, if appropriately used and
the data considered in proper per-
spective. traditional career guidance
methods should yield useful infor-
mation for planning a student’s ca-
reer development program. Interest
and aptitude testing, psychological
testing, work samples, community
or situational assessments, and on-
the-job tryouts represent the basic
assessment lormats used in the
evaluation of abilities and interests
as well as in levels of occupational
{functioning. This derived career in-
formation will be event more valuable
il it is strengthened by alternative
assessment data that include infor-
mation on student performance over
time and under varying environ-
mental conditions.

Testing procedures other than en-
vironmental procedures are very fa-
miliar to LD students because in
most cases they have been tested for
much of their school lives. As their
learning problems continue to pres-
ent adjustment difficulties, LD
students’ confidence and motivation
to do well on those tests are dimin-
ished. Computerized assessment
approaches are a promising, in-
school career assessment method
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for learning about one's aptitudes,
interests, and work values. A com-
puter-guided career assessment
model known as DISCOVER has
been found by Biller (1985a) to be
highly motivating for students with
learning disabilities.

Consistent with a major objective
of the CDAM for adolescents with
learning disabilities, DISCOVER
promotes an increase in self-under-
standing by helping students to as-
sess their interests, rate their apti-
tudes, and set priorities for their
personal values. The DISCOVER ca-
reer assessment system combines
the student's stated values with oc-
cupational characteristics reported
by the student. The DISCOVER pro-
gram then provides occupations
that are consistent with a student's
individual interests and values,
thus allowing exploration of occupa-
tions in detail, without using diffi-
cult to read career guidance materi-
als and manuals. In addition to
allowing students to gain increased
awareness of career options, DIS-
COVER permits students to con-
sider and explore as many alterna-
tives as they like; the students are
free to change their minds about any
response, with the occupational re-
sults of those changes seen im-
mediately.

Using Computers With LD
Persons

As with the use of textbook material,
students with learning disabilities
will often likely have some degree of
difficulty reading and understand-
ing information presented on the
computer screen, because much of
the computer career information is
geared to a high school vocabulary
level. And, because the computer

generates such varied information,
it is unrealistic to preteach this vo-
cabulary. | suggest that the coun-
selor be available for questions
while the student is using the com-
puter or that the student print out
(via the computer) any information
not understoed and present it for
interpretation when time permits.

Because of the broad range of ap-
titudes and skills that LD students
possess, it is especially critical to
evaluate each student as an individ-
ual who, like all other students, has
many different academic strengths
and weaknesses. Prior to beginning
this formal career guidance process,
the student’s reading level—com-
prehension, decoding speed, and
vocabulary—should be carefully ex-
amined to ascertain which evalua-
tion procedures will need to be
adapted or omitted. Support for this
approach comes from Harnden,
Meyer, Alley, and Deshler (1980),
who have found from their research
that the LD student’s poor perfor-
mance on {raditional aptitude tests
may be more indicative of deficient
reading skills than of poor voca-
tional potential.

Phase 2 Option: Assessing
Determinants of Career
Maturity

For some LD students, the assess-
ment results yielded in Phase 2 of
the CDAM may indicate such a low
level of maturity and motivation that
an examination of specific personal-
ity factors impeding the career de-
velopment process should be con-
ducted. Locus of control, seli-
esteem, and perspective about the
future are considered by Super
{1983) to be major determinants of
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career maturity attitudes, and each
may need to be examined more
closely to determine if it is restricting
the student’s career development.

PHASE 3: REVIEW AND
INTERPRETATION

In Phase 3 of the assessment model,
the test data are reviewed and eval-
uated for the purpose of pointing out
to the student which occupations
are consistent with his or her voca-
tional interests and aptitudes. If the
assessment reveals that specific ca-
reer maturity competencies are
below average, then recommenda-
tions can be made to include a rele-
vant improvement plan on the
student's Individualized Edueation
Plan (IEP). For example, a student
scoring low on the “World-of-Work™
subtest of the CDI should be given
Instruction pertaining to occupa-
tions in his or her career interest
area, as well as the skills necessary
for seeking and keeping jobs. The
Phase 3 session also includes plan-
ning how to communicate the as-
sessment results to the student and
his or her parents or guardians.

PHASE 4: FINAL REVIEW AND
FOLLOW-UP

The final phase of the assessment
process should include the follow-
ing: {a) a joint review and discussion
session with student and parent; (b)
where appropriate, a revision or ac-
ceptance of the assessment; (¢) as-
similation of the developmental con-
cepts of the assessment findings by
the client; and (d) discussion of fur-
ther action to be taken and new IEP
planning.

SUMMARY

Models of career guidance typically
have been classified as matching
models that, by and large, have
failed to take into account develop-
mental aspects of career behav-
ior. Students who are planning-
oriented, participate in school activ-
ities, seek out career information,
possess a strategy for making deci-
sions, and are realistic in the use of
these skills, are considered able to
more fully benefit from the tradi-
tional career guidance practices. 1t
has been well documented that
many adolescents with learning dis-
abilities are less ready than their
nonhandicapped peers to benefit
from this traditional career assess-
ment process. In order to enhance
the overall career development of
students with learning disabilities,
a developmental model of career as-
sessmernt is suggested in which ca-
reer readiness and degree of import-
ance for work are incorporated into
the traditional career assessment
model.
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on the scene

Student Assistance Programs:
A Response to Substance Abuse

James H. Palmer
Pamela O. Paisley

In Developmental Guidance and
Counseling: A Practical Approach,
Myrick (1987) outlined a com-
prehensive school counseling pro-
gram censisting of crisis, remedial,
preventive, and developmental ap-
proaches. In a recent ASCA Newslet-
ter, Whitledge {1989), representing
the school counseling profession,
concurred emphasizing the import-
ance of incorporating crisis, reme-
dial, and preventive components in
a developmental counseling currie-
ulum. Although, ideally the focus of
school counseling programs is in-
deed on primary prevention and de-
velopment. in the realities of life and
work, school counselors are often
forced to address problems that al-
ready exist and that are in some
cases well-entrenched. This empha-
sizes the need in certain situations
to include in comprehensive school
Counseling programs the crisis and
Femedjal components outlined by
Myrick.

One area in which this need for
intervention in addition to preven-
tion is most apparent is in adales-
cent substance abuse. In a recent
survey of drug and alcohol use
among 7th through 12th graders in
North Carolina {Alcohol and Drug
Defense Program, 1987), alcohol
was found to be the most widely
used drug across all grade levels
(59.59%), followed by cigarettes
(48.74%), smokeless tobacco
{31.83%), marijuana (30.49%), in-
halants (22.54%)., uppers (15.689%),
and downers {11.05%). Cocaine had
been tried by 6.22% of the total sam-
ple. and crack by 2.2% of the sam-
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